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FOREWORD - .o e

, ' Learning How to Teach: ‘Processes, Effects, and Criteria
sspeaks primarily to teacher educatbrs who are responsible for :

. designing and conducting preséervice teacher educatiofi programs, z

. .and also to those professionals who carry responsibility.for ' o

~inservice education of teachers. Other professionals concerned -

with educational ‘personnel development may also find it valuable.
, The aiathor skillfully analyzes the processes that can be

used "to assist prospective or. practicing teachers :to acquire or

- . modify their teaching skills. - 'He cautions, however, that the -

' retention and- use of new skills cannot be -assumed., He encourages
new approaches te the development. of .teaching skills, and- ,
attempts to clarify what investigators must take into account to
‘enrich educational research. o o . .

The Clearinghouse is indebted to David H, Gliessman.for this :
contribution to educational literature. ,Dr. Gliessman is ,
directdr of the Center for .Development in Teacher Education at
Indiana University in Bloomington. Acknowledgment is due also to
.the Clearinghouse editor,  Sharon G. Boardman, for her diligent - _-
work inmseeing the manuscript through to publication. -~ -
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_‘that teaching performance car be ‘improved.

. bring to bear on the improvement of teaching than is often

- assumed.- At the same time, it is clear-that the research on.ways
~of acquiring teaching skills has .not been as productive as it

. might have been. Investigators have tended to address a limited

e
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-\ . PREFACE
- In writing this monograph, my first purpose is to describe
what we as tedCher educators know--as well as the limits of wha't
we don't kiow--about acquiging teaching skills. "For some time,
it has been my impression %&m&jteézherfedu;atOrSsﬁay be "both
unnecessarily restricted in their conceptions of how to improve
teachjing performance, aad unnecessarily _lacking in confidence

#

» . In completing a receht review of the teacher trainisg
literature, I-became aware that we have far greater resources to

number of teaching skills that have- been relatively easy to

 gssess, but that have not reflected the most complex aspects of

teaching. Thus, we know less than we should about acquiring more
complex teaching sRills. My second purpose in these pages is tg
suggest some steps to help correct this imbalance in the :
research. - : ——_— _ ) , . o

A few words about the nature of the literature on which I
have drawn should lend perspective to the discussion that
follows. That literature has consisted of' studies of both
preservice and insérvice tedcher training and of ways of
effecting change gn teacher behavior. Thede studies were

‘conducted sometimes in laboratory settings (for example,

‘microteaching) and sometimes in classroom-settings. In § large -

-

proportion of studies, instructional or training methods were -

used to develop teaching skills or to produce changes in teaching
performance (for example, through training films or simulated

practice). . In a smaller proportion.bf studies, some kind of .-

intervention (for example, videotape recordings of a teacher's _
performance) was arranged to influence performance in the natural.
classroom setting.. : T R 2 O
. Despite these variations in setting and procedure, a common
theme characterizes these empirical studies: 1In each, a .teaching

'skill was'specified, an attempt was made to develop or influence

that skill, and the results of such training-or intervention were
evaluated objectively. The' ultimate question was always, '"'Can or
does “the teacher ‘exhibit the skill after training or after ‘a
planned intervention?"™ Changes in teacher expettation,

self-concept, attitudes, and knowledge,. although unquestionably

Y
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important from other points of view, have.not been considered in .

~the ;studies this author has researched. _ .

- .. > In describing ways of acquiring or ‘modifying teaching -
skills, ;jhave'chasen to speak, of '"processes of‘learning how to
-tedch" rdther than, for example, methods of training or T
instructional techniques. There are two reasons for this choice

of terminology. First, to speak of processes of 'acqujring or - .
changing teaching skills is sufficiently-braad';erminélﬁgi to - '
-cover the varied approaches to that task."” As will be seen in the
‘discussion that follows, teaching skills can be developed ,or
-modified through methods that are markedly differént from ‘ ,
~training in the usual '‘sense of that term or from conventional
‘instruction. - Skills.can be:modified, for example, through
“observation or reififorcement. Viewing the task of acquirigg-or
..modifying skills as a process of learning those skills . : .
‘encompasses the latter two approaches as well as the use of
'+ training or instruction. 'Second, 'speaking of processes of Y
~~ .learning rather than methods of training places the motive ahd -
locus -of change.directly upon the learner, whether that learner
is a teacher trainee or an experienced teacher. .In professional
development, that should be the case. The place of the teacher.
educator, the supervising teacher, or the inservice instructor,
on the other hand, is to understand and deliberately arrange for
" these processes, o e ! T
\ _ It is my hope that.the presenjs monograph will both, emcourage
. new- approaches to developing teaching -skills in teacher education
programs, and clarify what investigators must take into account -

~to enrich the research on.teacher training in the future.

. § V : ; | ‘Jb .
!\ | - ' DAVID H. GLIESSMAN - - %

v T ' : Indiana University .
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- LEARNING HOW TO TEACH: PROEESSES, EFFECTS, AND CRITERIA ‘

. \.
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In this monograph, -learning how to teach refers to acquiring.
présentatiod, discussion,’ management, supportive, and - other kinds.
" .of skills that  are a  necessary part of classroom instruction: i
‘Teaghiﬁg;itself,;gf;CDurse;,is much broader’; invelving selection
and planning of content, evaluation, advisement, and even
administration, but -in“the final analysis, teacher§ must perform;
it is performance with which the monograph is concenned. * o
Two-reasons support such a focus. First, classroom X
instruction remdins ‘by far ‘the post common mode of teaching, and
- .accumulatingﬁéqidence-shoWs‘tha?'h@w a teacher conducts classroom
_ instruction dogs influence pupil achievement..  For example, a "
.. teacher's skills:in.managing classroom b&haviog@éné,in using
direct instructian iNfluence student achievemen® at the o
y ¢€lementary level-.(Gogd.’1979). -Second, a-substantial part of the
 systematically gathefed eviden€e ‘on the effectiveness. of ’
different training méthods in ‘teacher education_has- focused on
the acquisition of classroom instructidnal skills. That evidence’
both provides the basis for and sets limits on empirical - .
knowledge about teacher training.: However, with care one 'can *
generalize to instructional skills and practices that are similar
:in form'if not in content to the skills typically addressed in
studies of teacher training. “Although, as we shall see, the
skills are not. generally identical to the skills emphasized .in
~studies of teaching effectiveness, their forms are similar in’ _
that both tend to 'be ‘interactive. Thus, the 1ea¥ning*pro¢essgs;f$g
considered in this.monograph can be expected to- apply 'a general
set of interactive classroom—skills. . S ;- (
——————Traditionally, learning how to teach in this sénse has been
assumed to occur through practicums, internships, student:
teaching, and similar practical experiences, even though evidence
- of their effects on teaching performance is decidedly Iimited .
(Elliott 1978; Zeithner 1978). It would be maive to contend that
- experiéence is unnecessary, as, experience’ is necessary at least.to
try out the skills one has acquired and at most to refine one's
total performance as ‘a teacher. However, te learn how to teach -
from. experience alone is far 'too .uncertain;no evidernce suggests ..
+ that experience alone improves teaching, and some evidence g
suggests that it does not (Clark, Snow, and Shavelson 1975; Gage -
and Berliner 1979). o, , R . S ",
Ample evidence, o the other ‘hand,-shows that teaching o
'skills can’ be 1earned_knd teaching performance modified through

* . e
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methods ‘that provide for control and guidance of experience. - For-
example, microteaching, which is a way of controlling experience

by simplifying it; protocol films and videotaped replays, which

. make it possible to focus on specific aspects of experience; and

.iinicourses, which provide for both -focus and dontrol,-areé_among

-“the,methods that are known to influence teaching performance.._

Although the .specific methods and materials that have been -
- successfully used. are extfemglyfvaried;;howeyer,'they appear to

depend for their effectiveness on a.few training'or instructional

elements (Gliessman 1980).. . .= v : _ L
.'The first task of this monograph is to'identify these : v
‘training elements and describe the learning processes they.imply.
At.the samé time, evidence of the effects of these processes on
teaching performance will be described or summarized.  Several

‘advantages accompany a summary analysis of this kind. ' First, it
'should provide a helpful perspective on the numérous ‘training™ -
procedures. and materials that have  been.effectively used with .
. preservice and inservice teachers. Such a perspectiv® should be
\of assSistance in the designs:.of both training and training - R
‘materials. .Second, the analysis may help researchers identify Uy
questions about the acquisition ‘of teaching skills on which . :
evidence is most needed. Third, this analysis should suggest .
that, there are different proc§§§ésrthrough which -one can learn - -
~how to teach or"how, to improveVone's téaching. It is obvigus
that these processes are not really separable, because in '
“learning how to teach, as~"in learning how to do anything, a °
learner acts in an integrated way. However, each process -
suggests’'a different focus,‘a different point of departure and
emphasis, in acquiring teaching skill's.- What can be gained by
combining-the processes in a training sequence is. a question for
- =ratep’ in this monograph. ' ' T :

£

Inevitably, what we know abouf learning how to ‘'teach is _
limited. Evidence of the effects of training typically has been
' -sought in the .occurrence or incidence of one or more relatively =~ . __
- simple skills. Few studies have used/ qualitative criteria or
emphasized complex skills-{three studies that have done ,so.are
- ~—-reported by Good and Brophy. 19743 Moore, Schaut, and Fritzges
: 19783 Perlberg and Bar-0On 1980). Thusggwhil? the processes, to be
: described appear to be as applicable to the :acquisition of“®
» Q6§§1€K skills as they are to the.acqujsition of simple skills,  -.
‘ most of .the evidence pertains to the latter. The second task of .= '
this monograph is to call, attention' to the problem’of criteria,
... although the .problem is nb% discussed with the thoroughness it
.+ ,deserves and only a few of its dimensions are noted. o
- Finally, by way of clarification, it should be emphasized

that' the fallowing processes are as cancerned with the .
improvement of teaching as they are with the acquisition of . ..
- teaching skills. -Empirical studies in teacher training have béen

cgpdu:ted about as often with gxperienced.as with:' inexperienced -

teachers ‘and-with equally positive éffects. This writer views -

learning how to teach as a continuous task; that,one dever .

perfects it is a primary challenge sof teaching. t

-
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A ~ Processes in Learning Ho% to Teach ., ' . -
, From the point of view of -a learner or trainee;, the .
-processes to be described are ways of devéloping, .modifying, or - |
.. refining teaching parfgrmance: ~Even those processes that are e
. primarily observational or conceptual. should be closely connected
- to ongoing teaching performance. In the pages that follow, the =
. writer-occasionally uses the phrase '‘acquire.a teachjng skill" to’
describe one way in which these processes can influence teaching -
A performance: ‘establishing a teaching: behavior that may not have
: . been ‘exhibited previously. As this paper postulates, teaching
.~ behaviors or skills (the latter term refefs to a specific. :
- teaching behavior that is used deliberately to achieve a A
 spdtified instructional ‘outcome) can be acquired perceptually ‘as
well:'as through:overt performance. The test of skill Coe
acquisition, however, is always the trainee or learner's ability

.+ . to. exhibit the skill, itself. . - S . ~
S In studies of -teacher training, performance is drranged ifi-

‘the laboratory and:in the classroom about equally often. ‘. This
distinction is important to some,critics.who view the former as
less realistic and demanding. However, this writer 'believes, on
.the basis of experience in training veteran teachers, .that = =

~* teaching in either setting is sufficiently. camplex to test one's

- -ability to perform: . Both settings provide valid information. to

- the trairer or investigator ‘on the effects of training.  'The .

. problem comes in app}ying skills acquired in a labotatory setting

_\to the classroom; this Qégnifigant problem will be discussed _;_f
later. : Co Lo - A o o

Y.

A o . o .
Learning Through Observation - : - v . = .

~___The adage, -"We teach as we were taught," contains a large .
77 kernel of truth. Humanl:beings,clearly have the capacity for .
learning from observing others. Evidence shows that people . -
~atquire. complex social and emotional behavicors on the basis of
-M"modeling" or imitation (Bandura and Walters 1963); other .=
evidence shows that people can acquire general; patterns of /.
physical skill from watching skilled .performers (Travers 1973%). °
These. few examples illustrate that different forms of behaviers
are acquired or modified through .observational learnifg.
. - In the case of teaching, effects of observational learning
are reflected in the influence of a cooperating teacher on the -
.- -attitudes and behaviors of a student :teacher, a well-docMmented
+  phenomenon (Smith” 1977; ‘Zeichner 1978). -Smith cited evidence .
“that student teachers become less open in their attitudes when
~they work with coopgrating teachers who are themselves low in: _
~openness. "It is .improbable that such changes in attitude result
from direct instruction; more likely the influence 'is conveyed”
‘through the modeling effect of ‘the critic teacher's behavior. -In
addition “to the attitudes, behaviors of student ~feachers. also are’
influenced by modeling. 1Ina study of classroom application of .
skills acquired .through microtéaching, Copeland (1977) found: that
. - B R . B % B = St
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a questloning Sklll was' more llkely to be used by a: student:1

‘teacher when that: student's ¢ritic. teacher modeled thE;=n=“’ :

‘questlgﬁ1ng skill in his or her own behav1or i gt
* . _Both good-and bad effécts-were présent in ‘thése' studieswif

the 5ense ‘that cooperating" ‘teachers can and do. model behav1ors e

that’ \prOEESSLDnally speaking, are both-desirable ‘and - : R

undesirable. The apprentlce relanlonshlp of a student teacher to .
E _-a «cooperating teacHer, in turn, Jmay increase the likeTihood that = .
| “m, attitudes and behav1ers will be JAmitated .irrespective .of -their = -,
a0 'prQEESS;onal value. -, Thus, it is unwise for the teacher educatar»“’
“to depend on observatlonal 1earn1ng that occurs in unselected :
‘classroom expérléncé‘ to 6btain resul®s that are ‘wanted. .-
‘ ;To achieve som€ control Mver what%is learned -
abservat;anally, teacher educators must begin by gaining c
.over the models or examples that are observed. An eff1c1,nt way -

f"ta lncrease control. over a léarning exPerlen;e is through, the. ‘use
of film or. v1deotape Substant;al evidence ‘in human 1E§fﬂ1ng
affirms that quite complex 592131 behaviors can be acquired.’
“through filmed.models (Bandura 1965). ,The same ought to be. gTue _

- of teaching be%&V1ors or skllls, and 11m1ted ev1dence suppcrts v
[+ that ‘expectation e
R It :is common practice to lncorporate models or- examples
-generally portrayed on film or videotape, to teacher tralnii
-materials and procedures. A familiar..exanple is the "model”film"

in a minicourse Show1ng the skllls to be Acquired through. later

practlce (Borg et al. 1970).  Studies o ‘training based on: the B

minicourse and similar -methods regularly:regortsﬁhangés‘ln ’

teaching performance (Gliessmafi-1980). Tt is reasonable to. ;

: _assume.. tha{;‘lﬂ these studies, observational learﬁlng combined- Cr Q_
"~ 77 with practice to contribute to that change <n .performance, Both

*. “indirect and direct evidence supports this- assumptlgn It has -~ .

‘been found that the medium--film, audiotape, print--used. to )

- .present a model or ‘example affects skill acquisition (Turney et ;,f

‘.al. 1973). “Although .evidence f&nds to support.the use of filmed. i
~ 0T v1deotaped models, that-evidence f's inconsistent; different . =~
media may be “m ope appropriate for different kinds of skills or-

- stages of training. Regardless of the inconsistency, the fac¥
remains . that the effects of \training have tended to differ- when
.models .or "examples are presented through media. This faet

- suggests 'that models or examphes are important parts of tralnlng
Along with %uch indirect &vidence, sat least one study. 'ﬁ
directly supports the assumption that Qbservatlanal learning N

- contributed to change in teaching performance.  Kordn, Snow, ‘and’
McDonald (1971)-found -that without' the use of fllmed or prlnted
-models; laborﬁﬁory practlae failed to produce ch&ﬂge ina ¢ .
questlonlng skill in a.group of tea&hlng intesrns.. '

Jsfss +The most critical test of: observ,tignal effects .on teachlng _
rEormance is to exclude practzce\as part of tralnlng and to use .
%%@dels or examples alone as thé medium of instruction. -For -. . °
“example; Lange (1971) Showed that a brief film of a tea:her.;fﬁ S
modeling an indirect .or student- centered teaching style: L oo
influenced the performance of a group: of preservice teachers | - .~
taward greater use of an 1nd1rect style ThlS result is off

/
<
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~‘interest because awhighly efficient, simplified training method -
“,achieved change 'in an aspect .of ,teaching that customarily has
‘been attacked;thr@ugh;axtendgd,praciicé}bBéﬁdi 1970) or -through
‘.. -learning to use a highly complex, observation category system
... (Flanders 1970). Lo FoL e o b

o ”t.;;T;TOjexplain:the_;gsults,of Lange's study, it is necessary to
;Zcoﬁsidetzmpte':areﬂnlﬁy‘thE'cbﬁgeptfoE indirect influence as’ : E
- Flanders defined it-and, Lange adopted it. . Actording to Flanders, - -

. ﬁmindi:egtfinflqehéézisageflegted?in—four“ﬁéachfng behaviors: o
o 'apCegtingffaelinESJ-giying%E;aige Or encouragement, accepting or
1sing’ student ideas, and asking questions. = At least two of these

dehaviors-:giving praiseand, asking questions--are” commén human
-, 7nsocial tbehaviors - (whatever may be their status in'teaching), -
.0, while the-fgnaining two probably contain elements of more common
. teaching behaviors. ‘"Thus, .in imitating either the general style
Sy ~or ‘they.specific behaviors. shown by“a.moﬁel,teachﬁr{ the trainees
. AW, Lange's: study may have been ‘using and putting together
- 'rpreviously learned social behaviors. When complex social and
A " emotional behaviors are acquired ‘through modeling, it is \
¢ -generally assumed that the compénént behaviors already have been
;- learned ‘(Bandura and Walters 1963). L
«,. . Observidtional learning may be particulayly appropriate for
* “the. emotive, expressive ‘aspects-of teaching behavior that are- -
_ difficult to ‘convey.through language. For example, although the
- . characteristic of-teacher "enthusiasm".may be develdped thr@ugm

. . -guided practice (Collins 1 78), it and other. expressive S

M -~ characteristics” such as tedcher warmth may be as' effectively and + -
~..more .directly influenced by the viewing of carefully selegted

" 'models or’ examples. , With the many teaching skills that are _

prigarily verbal and conceptual, however, there are substantial -

. redsons to emphasiZe conceptual rather than observational N

" léarning as an outcome ‘of instruction (Gliessman, Pugh, and

- Bielat 1979b). - O A .

[ T

P -

',f:5’§QE§§Pt,L§%fﬁiﬂg}

w . Models 'and examples can affect teaching performance
. Jndirectly through their fole in ‘acquiring concepts 4s well as

- directly through observational learning. The term 'concept'"is
used here in the sense of a category of like or similar behaviors:
~-that’ can be distinguished from other categories of behavior. For
exdmple, the concept of "teacher approval' typically is used to
refer to the varied teacher statements, gestures., and expressions
.that convey satisfaction with or acceptance of .what a pupil has’
~done or said, Approval can be distinguished as a concept from
""disapproval,”" which implies. dissatisfaction or rejection. -
Similarly, the concept.of "convergent question'" can be ’

- distinguished from tﬁe concept of "divergent question" in that
“the former produces a predictable respons€é; this general-
characteristic is a distinguishing feature of convergent )
: qﬁesti@nﬁ that themselves may vary widely in form and content.

o Viewing a teaching skill as a concept to be acquired implies
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‘that the immediate goél(af instruction is conceptual: To be'

"learned are the essential characteristics of a skill, its
specific uses in teaching,.and how it is dlstlngulshéble from

other skills. Mastery of .a concept may be tested by the ability

to correctly identify new examples of a'skill. in a filmed'or
v1deotaped protocol, to construct hew e&xamples, or to apply the
concept in the'lnterpretathn of teaching situations’, With
respect to the means of learning. concepts, evidence Bllustrates .
that a clear, complete definition of a Sklll and-a variety of"
examples both contribute to mastery of a concept (Gliessman and
Pugh 1978); ‘this finding is consisteht with more general ev1dence
on concept learning (Anderson and Kulhavy 1972; Clark-.1971).

The emphasis on concept mastery ipn the precedlng paragraph
is-deliberate and refilects an’ assumptlcn that hav1ng a clear
understanding of a .teaching skill and its uses increases the
likelihood that it 'will -be remembered and used in appropriate
teaching situations. A vague or uncertain grasp of a skill, on. :
the other hand, makes. it less likely that the $kill will be
sufficiently . sallent for- the teacher to- edsily recall and use,
This reasoning is based on the: prop051t10n that~one of the uses
of a concept is to recall the -solution to a recognizable problem
that can then be acted upon (Ausubel, Novak:and Hanésian 1978).

Conceptual as well as obgervatLonal affects on practice are
almost certaiply reflected in tﬁ%se téacher ‘training materials
- and methods referred to in the’ previous section that utilize |

" models or examples. “The clearest evidence of the effect of

‘concept learning on perEormance ‘however, should be .in those
studies that once again do not incorporate practice as part of
training. - Several studies have used such a concept learning
.focus with significant effects on skill- acquisition (Gliessman,
Pugh, and Bielat 1979a; Kleucker 1974; Wagner 1973); a closer
look at two of these studles should clar1Ey the - ev1dence

In Wagner's study, preservice teachers who 1earnei through
- media-based examples to differentiate the concepts o
.student-centered and teacher-centered teaching were better able
to exhibit student-centered, skills than were either an untrained
group or a group that received conventional microteaching
training. Partial verification that the c@ﬁtepts had been
learned was obtained: through-a measure of concept. acquisition;
Categorizing instances of teacher behavior in terms of
student-centered and teacher-centered styles. The group membersr
who were conceptually trained were not provided the opportunity
to practice ,student-centered skills before being called on to
perform them. Wagner interpreted the results of his study as-"
indicating not only that concept-based training is sufficient to
induce ‘change in teaching behavior, but also that when such
training is con301ned with practice (as is often the case in
' m1croteach1ng) " it is conceptual learilng alone that accounts gpr
. change 1in pefformance

' A study by Gliessman, Pugh and Bielat (1979a) prov1des

Further evidence of the effect1Vene5§ of concept-based training.
In this study, a group of 20 experienced teachers were divided
into instructional dnd noninstructional groups Instruction

-
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consisted of anilyzing protoczlsfilmé illustrhting@two discussion

skills, '"probing" and "informing.V The criterion for measuring
acquisition was accuracy in identifying instances of these skills
portrayed on a filmed '"test protocol." ' The trained group was not
provided practice in using the skills themselves. After T
completion of training, all teachers weré administered the test
of concept acquisition; as-predicted, the trained group achieved
a significantly higher mean-score. “Approximately a week later,

all"teachers were asked to teach a topic to groups of

‘undergraduate students. The teachers in the trained group

".exhibited the skills oﬁfﬁTobing and informing with a

significantly higher mean frequency. Thus,- conceptual

- instruction alone resulted in, both higher mean_c?ncept

acquisition scores and higher mean frequencies of use of the

.skills themselves.

‘using those skills.. —

- . " Both studies yielded evidence of significant gains in
concept acquisition scores as well as in frequency of using the

‘referent skills. .The same results are reported in Kleucker's

study. The evidence, is consistent with and tends to support the.

‘hypothesis that concept learning is important in the acquisition

of teaching skills.. However, a more direct test of that |
hypothesis would seek evidence that the level of. concept

‘acquisition among trainees was positively correlated with the

frequency of using the relevant skills. 1In the study conducted
by’ the author and hid co-investigators, a positive and

significant correlation_ was found between relative accuracy in
identifying instances of)probing and informing and frequency’ of

“The results of a second study partially supported the

- earlier findings. A group of 30 experienced teachers learned-

through filmed examples to identify the skill of probing as orie” "

~of a set of discussion skills, As part of another unit in the

course, they were required.to teach a substantive topic t¢o small

- groups of undergraduate students. Frequency of using the skill

of probing was assessed from audiotapes of the teaching sessions.
The group was divided at the median level in frequency of probing
and the two subgroups were compared on several indices of concept
acquisition. Although they did not differ significantly in two
simpler concept’acquisition tasks, they did differrsignificantly
in their abilities to apply to their teaching the concept of
probing interpretivelyg--in terms of Bloom's taxonomy, the -
highest level conceptual task required (Gliessman, Pugh, and
Bielat 1979b). ( I o e

" The evidence described in the preceding paragraphs has shown
(a) that conceptual learning,in the absence. of practice
influences teaching performance; (b) that concept acquisition
scores increase along with increased use of the skills to which
they refer; and.(c) a positive relationship between level of
concept acquisition and frequency of using the referent skills.
Although the evidence tends to 'support the hypothesis that

knowledge and understanding of concepts leads to increased use of

the .teaching skills to which the concepts ,refef, the value of

practice is clearly called into question.

&
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. Leagqong ﬁhrough Pfactioe io' '_f! '-: T
' : 'Th rm "practice" has several definitions, botaused hefe;

it refers to performing under controlled condltlons with theA

intention of improving ong's performance This meaning is

_deoldedly different from practice in the.sense of general :

experience or practice teaching.- *The essentialf conditidns for

practice are established when a "target" skill is specified,
cantent and conditions are arranged for using it, and the
complexity of the teachlng setting i Controlled Although’ this
may be accompllshed in the classroom, ‘it is more ljkely to be
achieved in a -laboratory setting. In teacher training,
~ microtedching is a generally familiar example of learning ‘through
~practice. In microteachipg, A target teachlng skill or set of.
skills is specified; -appropriate content is planned for using
that skill or set of*skills; degrees of control are achieved
) through limiting the numbers of students (five or six are usually-
7 used), the .total teaching time (five to ten minutes is common),
and fthe content. to be- taught (a single topic .is ‘usudlly - o
sel¢cted); and finally, a seoond practlce gEESLDn Br "reteach" ist
- .arranged (Dllvero 19790). .

-/ Before the first practlce session, students are .usually
provided an overview that typically 1nc1udes filmed moﬁels and -
.. examples. Sound instructional reasons can-be cited for 1nc1ud1ng
'+~ the overview component, as well as for v1deotaped audiotaped,

' ~verbal feedback that usually follows practlce CHudglns 1974) .
“Although' the training,sequence of (a) overview followed by (b)
practice/ followed by (c) feedback is considered to be sound
- trainingwprocedure, it présents. some problems. in interpretation
of results, because it is difficult to.separate the effect of |
practice both from the -effects of conceptual and observational -
learning provided by the examples or models on the ene” hands and
from the effects of feedback on the other. Some investigators,
most notably MacLeod and McIntyre (1977) and Wagner (1973), ~ -
contend  that conceptual. learning accounts for the 1mprovement of .«
teaching skills . through practice, but other wrlters undoubtedly
pose the same argument for the use of feedback. - The fact is that
the data are too limited to make confident statements about the
effect of practlce by itself on per formance (Ful]er and Mannlng
.1973).
‘ An attempt. to lsolate the effect of practice, however, may
» ., not be highly useful:. First, the logic reflected in the
‘three-part training- sequence is compelling enough /that using
practice as a sole means of learning seems unnecessarlly
limiting. Second, ample evidence shows ‘that ;training on. the .
basis of .this sequence results in changes in'teaching performance
(Gliessman 1980). Third, this evidence is consistent with a —
large body of empirical research on the acquisition of complex
skills--physical, percagtual conceptual--that verifies the
- effecteof Eocused or gW#ded practice in skill. development
(Hudgins 1974). Although the analogy between teaching skills and
such skills as gymnastics, target shooting, and problem solving
can be 33511y overdraﬂ'ﬁE the dally evidence that skllls are
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to expect-the same to be true of geaching.skills.

" Some teacher educators have been legitimdtely concerned thadt
the 'skills acquired through practice in a laboratory setting are
not applied by the learner in amr actual classroom, and some
empirical evidence justifies their concetrn. Peterson (1973) _
called\for a reexamination of the pleee of laboratory practice,
specifically microtéaching,. after failing to find expected '
differential training effects in the classroom. . In a hetter
_designed study, Copeland (1975) failed .to detect in the -

~acqlired and modified through practi¢e is suffictently abundant

~elementary classroom changes in a questioning skill of preservice

= 4

A

teachers that had clearly been evident after laboratory training.

‘The evidence from both studies suggests that the problem of
'"applicational. transfer' can be overcome, In a later study,
Copéland (1977) demonstrated that the medl frequency with which
student teachers used a practice teaching skill in the classroom:
was influenced by indirect or direct intervention by a critic

teacher. In this study, a critic teacher's modeling of a newly

acquired skill or apparent provision of effective supervision was’

related to the frequency with which that teaching skill was used
by student teachers. ' It.may also be that the skills selected. for
‘training are related to the likelihood of ,transfer to the

classroom. Mohlman, Coladarci, and Gage (1980) recently reported

that practices are more likely to be adopted by practicing

- teachers if,*amqgg other things, the practices-are acceptable . -

. 50 frequentl

,influénce the extent to which those skills are applie

philosophically and they hold the promise of payoff in terms/of

'student learning. Hence,-not- surprisingly, both the practices of

supervisors and tfle selection of 'skill% to be-acquiregj?PEEar to
in a -

‘classroom. . ;
.

Learning From Feedback

) "Feedback" refers to information gained by a performer about
use of a process and its effects. 1In the teaching process, the
information gained may include a teacher‘s use of questioning .

. skills, clarity in explaining, or physical movement in the,

classroom as well as the effects of these skills and behaviors én

pupils. - Evidence reveals that when a teacher is provided .such

" information, it can and does influence teaching performance.

As noted in the. section on practice, feedback commonly is
provided as part of practice. .The use of practice with feedback
has resulted in the acquisition of both simple skills, such as
the use of approval (Kleucker 1974)5 and also complex skills,
such as using an instructional strategy that is balanced in its
demands on-higher and lower order thought processes and on
teacher .and studenf\participation (Perlberg and Bar-On 1980). In
studies &uch as treség the influence of feedback alone, like.
practice,. is difficult to isolate because feedback is conducted
in conjunction with practice. However, indirect
evidence supports the importance of feedback. ' '

~AIn studies that have directly compared the influence of

\’LN.‘
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'diEEEEéﬁt feedback media (for exampie, Videotapevreglay,

audiotape replay, and verbal report) on skill acquisition (Turney
et al. 1973), the medium used for feedback frequently has made a
difference in skill acquisition. On the basis of that evidence,
the recommendation of most investigators seems to favor videotape
replay, audiotape replay, and .verbal report in decreasing order
of preference. Although it is difficult to generalize from these
studies because the evidence is inconsistent (fpr example, the

effectiveness of a specific medium may depend-en the specific

skill' that is to be acquired), the fact that the feedback medium
frequently made a difference suggests that feedback contributes
siggnificantly to skill acquisition through practice. ‘

When feedback is provided on the classroom performance of
teachers, its ‘influence on teaching performance is quite clear.
Gaining information on their own classroom performance has been
found to significantly affect teachers- in various aspects of
teaching: the use of indirect influence (Bondi 1970; Leonard,
Gies, and Paden 1971); varying the level of -questions asked
according to pupil responses (Moore, Schaut, and Fritzges 1978);
and style of body posture (Dawson, Dawson, and Forness 1975). In
these and similar cases, information gained by teachers on their
performance has inﬂkgenéed,that performance. . i

"~ Good andgBrophy .(1974) provide especially clear evidence on
the effect of feedback. 'In their study, practicing teachers were
given objective information to influence their interaction with
two groups of first grade,pupils, those who seldom volunteered

_ answers to quéstions or initiated interaction (low participants),

and 'those who were seldom giyen the opportunity to°respond a-
second time when their first was unsuccessful (low extensions).
The teachers were given a list of pupils by name in these two
categories and a list of contrasting pupils (that is, those who
were high participants and those who were.given greater

" opportunity for second responses). The teachers were encduraged

to invite greater participation and to.’provide more second
chances for pupils in the low groups, and they were given a .
rationale for these actions. As a result of the intervention,
the teachers significantly increased their rates of prolonging
their contacts with low extension pupils and of initiating
contacts with' low -participation pupils. - The results also )
included incidental performance changes toward greater use of
praise, lesg criticism, and increased feedback with both groups.
A particularly interesting aspect of this study is that .

“feedback .consisted of summary information and did not depend on

the use of more complex feedback media.. In this study apd in
others {e.g:., Emmer 1971),. verbal report has been used
successfully, as has videotape replay (Kleucker 1974), audiotape
replay (Davis and -Smooqt 197D§; and computer display (Semmel
1976). It is doubtful whether the same psychological processes
are involved in gaining information through suth varied means.
Fuller and Manning (1973) pointed.out that the learning and _
emotional processes involved in viewing oneself on videotape are

both complex and hypothetical. - Thus,.when feedback is referred

to it should be remembered that the term is being used in a

|
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, descriptive sense and does not refer to a unified

.. In providimg feedback through any medium, however, that

kamus't focus thé teacher's attention on some aspect of his

teaching performance. - Without such-focus,- the effect of -

feggback is™likely to distractive and. diffuse, two qualities
appegr to characte®¥¥ze many feachgrs' first reaction to i

. seeing themselves on videotape (Fuller and Manning 1973). That a

_— high\degree of focus isﬁséﬁ l

, Bething to be achieved rather than =~
assumed is evident in § s¥udy repor®ed by Diamond (1978).- She
found that the content /of" supervisor-trainee conferences

¢ - analyzing videotape replays was vague, lacking in focus’ and

-+ restricted in the range of behaviors.consideted. e
' Other considerations are important in the use of feedback;.
among them the amount and nature of supervisi®h-and the immediacy
with 'which feedback is provided.  Because Feedback has been a = |
much studied phenomenon, considerable evidence "has been reported .
~concerning these-and similar dimensipns (see Turney.et-al. 1973). -
> As. these consigerations\fall cutside the boundaties of this
monograph, it js sufficilent here t® emphasize agdin that gaining
information from feedBack can stimulate change in teaching
performance. : - e I : '
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‘Alternative Processes;” 4 -

,The four procggses that have been discussed do not exhaust
those that are useiﬁi‘in Learning how to teach. In-this 3ection,
three somewhat more speculifitive ‘processes are considered. These

fdifferqmarkedlyzin,the,S;{ ces from which they are derived and in.
the extent of their supportipgfevidence. The first alternative
process depends on learning%#fout effective teaching skills or
practices; it has recently generated. some interesting evidenC% on -
"dirécted teacher. change" iETE?j Nega#ls 1980): Originating from

. the highly practical probBPFem of|induging classroom teachers to
adopt and use recommended pract ces, this informational approach
alreddy Has yielded a significdnt amount of mpirical data.” The.
second and third processes’reflect the applidation of - ’

- psychological and behavioral theory to the modificatjon and |
development of teaching skills. However, direct evidence of
their effectiveness in changing ‘teaching performance is decidedly
more limited. ' . a -

Learning Through. Information. 1In a series of recent
studies, several/investigators have explored the effectiveness of
an informational approach to influence teaching performance, that
\ is, recommending specific practice$ to. teachers along with’ s
research evidence supporting the practices (Mohlman, Coladarci, !ff
and ,Gage 1980; Needels 1980), Thesé recommendations to adopt .
,certain practices or skills (asking direct questions and grving
‘praise or support are examples) have been incorporated in a
. training panual -Circulated by mail or presented and discussed as
- part of,:a’training seminar or series of seminars, '~ Evidence.from
.these studies indicafes ‘an increase in use' of the recommended

*
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/ pract1ce:, although not by 311 taachers S&r for 311 practices.
Rather consistently, -the %1mp1e%t and most easily ccmprehended‘ L .
practices tended to be adqued by the classroom teachers; more fﬁ S
_compl practlge: tended.'not to.be adopted. °This dleerential
was ésxrlbuted in part to the greater clarity and specificij ' :
with which simpler skills could be desctibed, which Suggesés somex
limitations to an approach .based on verbal: communlcatlon - \
Complex - skills and practlceb probably are - difﬁlcult to convey Y
without some kind of visual illustrations or- examples It seems
probable, too, thatﬁiggrnln processes othgr- than informational *
Eth studies. The
on their
cant. part _of -the Ve

processes wer' important to e success of these’
use, of rather/ systematic feedback to:the teacher
classroom performance, for exampTe- was 4. signif
tralnlng procedure described by Needels: [1980)

Change Through Cognitive Conflict In. an interksting ¥ -
application of psychological theory, Wuckman McCall, and Hyman
- (1969) ‘attempted.to, modify the self-perceptions and the. -
- perfogmance of teachers by ipducing conflict or ‘dissonance A
between what teachers perceived thgmselves to be doing and what AN
observational information $howed them .fo be doing. Briefly,
Qognltlve dissonance theory p051ts that conflict or/ disparity in
a person's percepti®tns or beliefsy\or between percéptions and -
behavior, proeduces discomfort; thls discomfort can mbtivate the
individual to khange- perceptlons or behaviors to reduce the
.disparfty. .The investigators chose direct or, indirect teaching -
beﬁaV1ors and the related categories of '"teacher talk! gnd . > - e
. "student talk" (Flanders 1970) for the variables of ‘teaching on ‘
which data were obtained. Experienced teachers rate&‘t%exr owns
teachlng, and thén werwe ,provided observational data on the actual
occurrence of theirfteaching behaviers in the varjious categories.
Faced with'a discrepancy between perceived -and_ actual behavijors, s
" the teachers displayed both perceptual and behav1araf ¢hanges, -- -
.~ toward reducing the disparity betweén their ‘behavior-as psrce&xed
“and as .actually exhibited. The pFOV1§10n of ‘verbal .feedback
Atself resulted ‘in. 31gnlflcant change in cértain aspects of
teaching behavior, while the initial size of the digcrepancy - .
between percaptlon and behavior affepsed changes in perceptiqQn
(the greater 'the initial discrepancy, the greater the change-in -
:the way the teachers- viewed their own-teaching).
The methodology used in this study would be unconvent ional
as a training methodology, because the expected changes were not
directional. For example, the teachers might have become ejther
more consistently direct or more consistently indiredk in their
teaching behawior. For a teacher educator committed iindirect -
teaching as a preferred %tyle the zhanges toward greater
indiTrectness that occurred in the study™must be viewed as
fortuitous, not intentional. Tt might be expected however, .that
an experienced teacher ‘typically would -have in place a. worklng,
well-established teaching style .as well.as a perceptlon of that \,
style. If this is true and if alternative styles are defen51b1e§f
then a realistic approach to.inservice training might be to
reveal 1n¢on513tenc1es between percaptlon -and b%haV1ar3;%Sgch an

v\.,‘ 4 _ - - : .
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. be unncessary, bu

approach mlght result in movement toward greater cf%zren;e in
teaching: performance. 1In the case of more conventional
approaches to training, where a)preferred or ideal style,or set
‘of behav1or5 is assumed dlssonance mlght be Created or

L

ldeal style or behev;or

/ . -

Learnlng Through Re;gﬁotcément A long- Standlng tenet of
behaviofr theory ‘holds that behavior is strongly influenced by ifs
consequences. . Behaviors that?result ‘in satisfying or conflrmlng
outcomes tend to recur; those/ that do not tend not to recur. %
This is, in brief, the theordtical proposition on.which a
. behavioral’ approach to acquiring or modifying teaching:skills
-might be based (McDonald 1973). .This process might begin with an
analysis of a trainee's behdvior (most conveniently recorded on
videotape) to determine if desired skill, such-.as dsking ¢ _
evaluative questions occurs and if so,. w;th what frequency. If
the skill occurs with reas nable Erequency, further training may
if 1t,o:curs infrequently, a trainee should be
given the opportunity to /perform the sklll Any success in
performance shouldi be noted by the trainee and perhaps confirmed
or 'approved by a sup ipor.  If the specific questioning skill
does not occur, a trainee!s general questioning skills should be
analyzed and encouragemgnt or praise offered for those question$s

bev1ng§§ny evaluative ¢ nEent while," for the moment, other
aspectd of questioning

| rje 1gnored Threugh such a shaplng

process, the skill of agking evaluative ﬁueetlbns should be .':
. established readily. T gethef with the ‘use of prompts and cues,
such a behavior managemgn ﬁrocess theoret1cally can result in
31gn1f1cant changes in 'eTEormance

Although the processes it suggests are qulte con51etent and
coherent theoretically, the evidence on-behavioral training of
teachers is neither- abgn ant ! nor consistent.. TIn their recent °
‘review of the literdture on behavioral teacher tkaining, 'Robinson
and Swanton (1980) Could tdentify only six studies that met’ their,
strlngent fzgglrement of Emonstratlng the generallzat1on of

Chenges in achﬂng behavi to classrodom settlngs other than
those in which “the training had occurred. The reviewers further
conclpded that the research methodology was suff1C1ent1y sound .in

geﬁerallzatlon Conv1nc1ng However ‘the summerles of the Studles
suggest that the training process may be judged more effective if
the less-stringent, more typical criterion of changed performance
during training were applied. ‘

' Effective behavioral training is both 10g1st1celly d1fflcu1t* \
and time consuming because of the intensive focus required on
both the 'skill and the individuail
small numbers of trainees and the
involved' in the studies that Robi
likely that such an intensive effg
methods. - One wonders about the e flClency of behavioral ‘teacher
training, because the kinds of skills addressed in these studies
(e.g., the use of praise and dlrect\lnstruct;on) often shave been

extended training times K

1son. and Swanson reviewed, it is
rt characterized the training

trainee. Judging from the . e
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rattacked successfully through *far less intensive gnd
time-consuming methods of training. This fact leaves she
impressiorn that the uiiique_value of ‘learning how to teach through
behavipﬁg}‘procedures remains untested; offhand, such procedures~ -
appear to,be particularly suitable for skills that are for some

- reason difficult to acquire or for undesirable behaviors that- are
*difficult to eliminate. - . S

Céﬁbiped ?[Q;eséés'. 3

- After considertng the varied altbkrnatives, it seems
" reasonable ‘to speculate about the effects of combining differen
-processes in a training‘sequence. As in the cases of _ S
"microteaching and the mifiicourse, combinations of observational,
practice,” and feedback components are typical, and are supported-,
Dy @ sound rationale. ‘As Joyce and Weil Y 1980) pointed -out, a
fully developed "training model" approach to instruction reflects
the influence of training psychology, cybernetics, behavior - -
theory, and systemsyanalysis. The result is a particularly
power ful appr@&ihéi%\iﬂstituting change, especially in the “area
| of physical skills.: - L o S
Little evidencersuggests, however,\that training on.
basis of such a model provides any unusual advantage in terms of
. the development of teaching skills. Generally, the use of af.
“ ' ‘observational or practicé or-feedback component:.alohe results in
‘equivalent, gains in performance -(Gliessman 19807 Thrée possible
. reasons mg% account for this rather surprising finding. First, =
the simpl® .occurrence*of skills, which,is a common criterion in
.Studies of "teacher training, may be insensitive to major - ..
differences in-instruction or training. Comparisons of complext
processes with single processes or of different single processes
may be unproductive-unless more refined criteria are used to -
- ..assess. the effects of training.. Second, .sufficient attention has
. not always been .given to refining the:processes that are - o
combined. For example, if concepts are‘not mastered, if feedback’
is - not focused).and if provision is not made for repeated T
practice, the effect of combining such. incomplete processes might
well be disappointing. Third, and most likely, the effectiveness
of a tradning model that compines different processes seems to
have been demonstrated particularly for physical skills. As
noted ‘previously, physical skills are notably dissimilar to_the

~verbal and social skills that are characteristic -of teaching. _ _ .

__Largely comprising-common-personal-and social behaviors, teaching.
' .behavior may be influenced simply by far less complex training or

~ instructional processes. . N
_ Still, evidence on the effects of processes combined in a

training model remains important, because of the possibility that
teachers differ in the opportunities they need to acquire a C
skill., For example, although teachers of high ability may learn
quickly from a minimal amount of highly focused feedback or from
a few well-chosen examples, ‘teachers of :less ability may require
more of 'both in.addition to the opportunity for extensive .
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‘prac®ice.- At pr,ésentl,v we simply‘do not ‘have the datalecesséry’-
to resolve this question. - . , :

| A o <
Use and Retenfion of Acquired Skills' ‘
Assuming that teaching skills can be learned through varied
~ 'processes, the question remains, Will the skills that have been
learned during teacher preparation be used 4n classroom teaching?
Compared with the evidence on acquired teaching skills, the
evidence on this question is scant, and what there is suggests
~that ofie simply cannot assume that acquired skills will be used
‘ and will persist. A better question might ask, Are there ways of
. rincreasing the likelihood that acquired skills will bé applied in
the classroom? The evidence on this question is more . '
encouraging; the following generalizations from this evidence .
-depend in part .on Xopeland's (1977) study of the application of
skillys acquired th)ough'microteaching and.on the findin®gs . . o
- repofted by Mohlmany Coladarci; and. Gage (1980) in their study of
factofrs influencing teachers' adopt¥on of pecemmended practices. -
« The naturg of the skills themselves is important in at least "+ -
three senses--their complexity, rationale and effect on student. - .
.-~ performance.. A.complex set of sRills which implies.d major . S
».'7 change in classroom prdcedure often has "Euilt{in" obstacles to '
- its ds®l . An example is-the ''mastery feaching"“strategy, which
ires for many teachers a new approach to classroom = .
instryctioh. Emphasis in mastery teaching is placed on setting.
objectives,” frequent testing, and remedial teaching (Okey 1977).
~ Although this -strategy is of demonstrated effectivensss in -
 .indreasing pupil learning and it can be .acquired through L
training, evidence -demonstrates that 'inexperiented teachers (Okey
1977) and teachers in some kinds of school settings (Van-Sickle
and Ehman 1975) may have difficulty.putting it into practice’. It
is likely that school policies ‘and practices (for example, with
respect to grading and preparation.time) as well as school . . _
;resoureces must be changed to ercourage .the general use’of ‘such a- +
i "compkex ‘set of .skills. L T PR T U

A setof skills is more 1ikely to be<used:if.a teacher has a -
philosophical commitment. to:those skills. To be adopted, a new .. . ..
way of tedching had best be in harmony with a teacher's beliefs . ..t .
‘about the nature and-goals of .teaching. Although thi's premise
seems logical enough, its extension to the present’training of
‘teachers’ is somewhat -unsettling. Assuming that the teaching °
skills addressed in studies of teacher training represent what
teachers are expected to learn, teachers had better beleive in o
asking "higher order'" questions and in student-centered teaching.

- Questioning taxonomies (generally.based on Bloom 1956) and- -

B observation systems for an indirect/direct style (generally *.
Flanders 1970{ dominate the sources from whicﬁ prescribed. . &
teaching skills ane derived. It i§ doubtful that these two - *
conceptual SySiémg\ﬁléne represent adequately the systems of

- belief that teachers have ‘about teaching. ‘In fact, some évidence
suggests that teachers do not value learning more ways to.promote
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pupil personal Browth (Ingere 1 h xﬁh a major aim. of
- student- centered teaching, knew at teachers do value is a
‘most important Bakis for LdentLFylng the ekllye ‘that . they are
likely to use as well as acqh1re ;

The poténtial effect of a teaehlng skill on udent learning.
or interest appears also ‘to bean important COﬂSl?%Iatan for
teachers. Mohtman and her ‘co- 1dveet1gators report that provldlng

Aiemplrleel evidence of how a teaching practice 1nE1uenee5 learning

tends. to facilitate adoption of that practice. <Opce ‘again it
must.be admitted.that: teaching skills addressed ‘Intudies of x
teacher training leave a great deal to be-desired with respect to
this finding.. The skills typically .addressed in those studies
tend to be similar in form to those addressed in studies of
teacher effectiveness (Eor exemple, they tend to be interactive
skills.in both-cases). It would be difficult to build a

rationale in. terms ofwsstudent learning, however, for the specific

skills ddfdressed in training studies. Bage (1978) peinted out.
that “the research on teacher training and the researc¢h on the = .
effects of teacher behaviors have progressed independently of one
another.+ In that contention, he is correct; the specific, skills, . -
‘that teachers: have been expécted to acquire in training studies '
frequently differ from the skills and practlcee that have been
found to correlate with student learning. :

" A _judicious selection of skills to be 1earned however is
., et sufficient to assure their use in .the classroom There also
.must bé collegial and administrative s pport for the use of newly
aequ1red or modifiediskills. The impojtance of the coeperatlng
teacher's influence on the use of skills aequ1red prior to
practlee teaching has:already been noted. A major. problem is to =
«assure that teachere, colleagues, and. admi nistrators agree en the '~
importance of using spegific skills. Suei egreeme;trls bes't
. based-on.rational and émpirical Sreundsj 1though ti
probably more hope than reality. - A :
A related .problem -that "has been 1nve5t1geted even less

it 15

si:frequently i's the lTong-term retention of ak quired skills.
" Teacher tralnlng studies generally have cohsidered 1mmedlate

post-training ehenges 1nepetfdrmanee w1thout attending to 1enger
- term-effects. However, .in what has become ‘almost a classic
“study, Borg (1972) demonstrated that teacher's were able to

exhibit approximately half-of a set of teaching skills acquired
through practice- based ttalnlng three years fdilowing the ‘
training period. He attributed their retention in part to
overtralnlng (a mlnlcours eomprlzlng many tralnlng elements was
used) and in part to the teecher e epportunlty to use the skills
in their daily teaching.. - g

) ATthough limited, the eV1deﬁce en both use and retentldh~ef:
acquired teaching ekllls is enceuraglng The importance of
:further research is clear, bu the value of that research depends
in part on the definition of re refiped sk¥ll criteria. To do
‘less probably would.result in, the klndgrof qu1?1f1ed conclusions .

thet cut rently muet be drawn from rese®rch on |teacher tralnlng



‘Cri%erja of Teaching Performance
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_ Previously in this monograph reference has been made to the
limitation imposed on -evidence by the general dependence on .
incidence or frequency of "using a-‘teaching skill ds a performance
criterion. - Although the ability to exbihit a specified skill
such as asking a higher order question or expressing approval is ‘. W
of consequence, it is a rudimentary kind of evidence for skill® o
acquisition. . Exhibiting even several simple skills would not. = ..
appeayr to be .a sufficiently complex.task to provide a crucial . S

.- test of learning. This may explain why few tegcher training ' -~ - - -

* studies report an absence of change in_ teaching performance. " ..

From a Practical point of yiéew, this .state of aFfairs leaves the

trainee or teacller without a'cl€ar picture of whdt she is? to.. T

learn to do at.more than a:basig level. .From the® viewpoint of

research on learning how to ‘teach, it restricts the empirieal := .. -

data that' are needed to refine the processes that have been ‘

discussed earlier. ... .. : , - ‘
The question of what the criteria of skilled teaching., -

performance. should be, of course, is a complex one'to addreSs;.

,elts complications and implications go’ far beyond what can be o BRI

rdisgussed in this monograph. .What we can do here is establish
the location and boundaries’'of the problem; in othey: words, we

‘can identify the aspecfs'QE?CIaéerOm:Q%rférmf ye in which - o
‘criteria might be ultimately sought and 'state@ The discussion .-
that follows, then, is decidely expforatory,'énd far from o -

¢

definitive, S - . N
. _From the viewpoint of acquiring or improvifig-teaching
skills, performance triteria should. be stated in tefms of those
variables that Dunkin and Biddle (1974) refer to‘ad 'process
‘variables." " These variables, which refer to teacher and pupil
- behaviors in the classroom, are influenced. by such "presage _
variables' as’ teacher characteristics and.experience and by such . °

"context variables' as pupil characteristics, classroom- S
_ conditions, and school setting.- '"Product variables," in
"+, contrast, refer to the results of classroom instruction, for
rexample subject matter achievement, attitudes, and personal
growth of pupils. Although it is plausible to argue that
teaching effectiveness ultimately must he assessed on the basis
o of such product variables as pupil achievement (Borich 1977), the"
.objectives of training cannot -usefully 'be specified in terms of"
. product variables alone. This is because product variables do
°- .not directly describe ‘the classroom behavior of .the teacher nor
: always of the pupil. o

=

‘ To identify criteria that are useful for training, one must
instead focus on'the process-variable of teacher behavior. .Only -
~“i"by doing so can one communicate to the trainee or teacher what he
or she is to learn to doias a result of training. Teacher '
* behavior, however; can"be viewed from somewhat different
- perspectives--as behavior in itself .and as behavior in .

interaction with.pupil behavior. Each perspective suggests a:
somewhat different..way of talking about performance criteria. - .
The remainder of this section explores a few of the possibilities

o d
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and prcblems 1nherent in each of the:e approaches to éef1n1ng
;r;terla .
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I% is camman praitlce, as, ﬂoted to state the Dbject1ve5 and _
. assess’the effects of ‘training in terms of teach1ng skills alone,” .~
Typlgaily, studies of teacher tralnlng,.ﬁh zfrequgncy with - ...
\ . which’ tra1n§é5 exhibit a skill (Such as asking hlgher order,” ©
A~ - quéestions or- ‘expressing. approval) is- noted and ‘reported.. A few’
investigators have also .identified qualltatlve characteristics in i
o terms of which teaching skills mlght be rated. These -have: ' | B
anluded ‘the degree gof learner-centeredness¢or personal- sgppog%
.and  the 1og1cal'con5lstency that ‘characterizes a teacheér' ;
instructional behavior.. Such qualitative. characterlstlcs ofteﬂ
Areflect philgsophical positions-dn the nature of good teaching.
. As Durtkin and Biddle (1974) suggest, some educators hold the view.
‘that "teaching should be. stimulating, democratic, or warm beCause, L
of the inherent Superiority of these qualltlesg"' P
- In genera¥, however, teacher educators probably are better =
ISfléd when teaching skllls are empha&xzed in  training becduse
those' skills have béen found to correlate positively with pupil
product variables such . as academic achievement (Borich, 1977;
Dunkin and Biddle 1974). Borich (1979) pr {1385 an example of
how teacher educafors might: select teaching*$Kills on*'that basis
to incorporate in tea:har*tralnlng Sypthe51z1ng five. different
correlational studies,. he iderntified a limited number of. teaihlng
"competencies" assac1ated w1th‘pup11 achievement at the FIe
~elementary level. These competenC1es 1ncluded using flexible ™ -
rules, galnlng and keeplng pupil attention, teach'ng the class as
a unlt and encouraging pupil- %ﬂltlated qu€§t10ﬁs Although
Borich dld not do so, .it would be possible. to: Speclfy
. teachlng "skills- that aré basic. to these competenciespfa nd state
“them as objectlves to. be acquired through training.
In all of thesé’ ‘examples--whether quantitative or:
qualitative criteria were applied and whether or not skills were .
validated against pupil product standards--the focus was on
> teacher processes. These processes were assessed without e
in;lmmedlate reference to pupil behavior or achlevement : L

a
LAY

Another, more complex way of deflnlng criteria is in terms o
of the interactive characteristics of teachlng skills. Such
.characteristics as the responsiveéness’ or adaptrvaness with which
a’ teacher interacts .with pupils are examples Crltetla of this
type: might be applled to.a teacher's-use of questions:” Are those
questions appropriate in difficulty to the cgnceptual maturity of
puplls? Are they relevant to the content of “pupil IESPOﬁSES?

) "An example of:- the application’ of interactive criteria, can be
found ina study by Moore and hlS CD 1nvest1gatars (1978) "_IQ
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tﬁisﬁéiﬁdy;VﬁeedbackTgatheIedgfrDm:éﬁserving”teﬁéhé:s.witﬁ‘their_;'

»l&éSESwwgéiﬂgéd#togenccuféﬁéf:h&nEQVinitéachiﬁg‘péfforménéé;“
.. ‘The investigators were concerned with several interactive _
. . behaviors: -atténding to pupils who needed attention; trying .
- varied reactions .to pupils who were not paying attention; varying -
' " the content, form, and difficulty level of questions asked of s
- ~pupils whpfhad%previdusly‘answerédﬁingq:fectly; As -a ‘result of
j;feédback,cﬁ“gach_;ypeggf~iptera:tian,_teachErs’in;this:studyf .
 significantly changed their behavior in the :desired direction in .
" .-each of 'the threeﬂcategaries.i’Increases,in pupil attention and
~..In correct.answers to..questions also were -evident. - Although -
- these. results.are ‘interesting in themselves, it is important to
~ note her& that thé interactive use of teacHing skills was "« - .
, fsuﬁcessfullyf@Q’ifiEdfaﬁd'QSSESSEd:' The adaptiveness and - . . :
.. variability -of teacher behaviors, in reaction to pupil responses,
© . were significantly changed. T L
o Thus far, we have been concerned ‘with the responsiveness or
.~ radaptiveness of teaching skills contingent upon a_ teacher's o
- .. 'perception of a pupil's -understanding, attitude, or interest. A -
. teacher's questions or .instructions may also be adapted to - .
.- information about the achievement level, socioeconomic status,
¢ . and perhaps sociometric status of different pupils. -The first
. two,variables, in particular, have beeni found to interact with - 7
" teaching behavior- in: influencing pupil achievement (Borich 1977).
. 'Thus, objective information about pupils may be as 'important as

the subjective impressions of teachers in determining the timing,
form, and content of- teacher's responses., -' . . R

€

¥

:TmpliCatEDHSonr Research on Teaching

o - The preceding comments on interactive processes and criteria
. provide a point of departure for considering the future .of )
-research on teacher training. "As we have seen, substantial
~ evidence supports the idea that teaching skills can be learned
«through a number of well-defined processes. - Investigators also
are'beglnning to identify the factors that - influence the use and
retention of teaching skills. Evidence is most wanting on the
acquisition of teaching skills that are genuinely interactive,
-~ that reflect ‘an .awareness of and adjustment to pupil behavior.
We have little direct evidence on ways of acquiring more complex -
skills. e o - v o , . .
‘ We can best hypothesize that the varied processes described
for learning’lessAcgmplex-ski115~might_berapgligable also to the
‘learning of more complex skills. The few training studies that
.- have addressed complex, interactive skills ténd to tonfirm the .
effectiveness of these processes. For example, -in.the study by
Moore and his co-investigators, the primary means of skill , S
development was systematic feedback in the form of observational
data reported to teachers on thelir selective attention to pupils; .
variation in their attempts- to enlist pupil attention; and the :
appropriateness of changes in the form, content, dnd.difficulty

o : . Oy S . R
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... of their questions. Thus, an hypothesis that providing.feedback
e 'can be "effective in the "dcquisition of intéractive skills is @
: .. bartially ‘substantiated.. The-same may be found for learning
through observation, reinfor?ement;"and’otﬁg& procésses..
, It is likely, however, that the acquisition of concepts that
‘describe and interpret pupil behavior .is a generally necessary . -
e part of developing interactive teaching,ski%lsji Relevant S
="~ “-conceépts about.pupil behavior are the basis for interpreting :
o ~pupil behavior, and interpretation, in turn, is the basis for =~ ..
adaptivey responsive teacher behavior.. To .return to the Moore.
study, it is apparent that the teachérs in this study had to be’
able to interpret or categorize pupil responses. to questions:as
correct or incorrect, and similarly to recognize when the content
of incorrect responses reflected .a lack of basic information.
Without such categorigs, the teachers would have been unable_to

- vary the form or level or to“select” the content of their
.questions appropriately. e :

.o Can teachers learn effectively to interpret or categorize

- pupil behavior in.an interactive setting? The evidence on this

question is clearly affirmative. ‘As.an example, Tngersoll and

‘Gliessman . (1980) have shown that preservice teachers .can learn -to.

"monitor'" classroom behavior shown in a filmed situation in terms

. of concepts that describe the task and group focus of pupils. By

~.acquiring and practicing the’ use of a set of relatively simple.
categories, the trainees increased the accuracy with.which they"
.could rapidly classify pupil behavior. Such-skillfulness in
‘monitoring, in turn, is essential to controlling pupil behavior
with the timing, sensitivity, and accuracy that. contributes to a
‘smoothly running classroom. ~* " . -~ '

..+ To summarize, the basis for skillful teaching 'in an

- interactive sense lies in the interpretive abilities of teachers.
The act of interpreting pupil behavior and the ac¢t of instructing |
pupils should be-viewed as close counterparts, the first setting B
the. boundaries, of the instructional skills to be used, and the
second, -in a sense, validating the interpretation that has been
made. To identify ways of learning to teach effectively in an
interactive sense is a primary task for future research on e
teacher training. = - ' ‘ ' : ‘

s o4
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) Summary-

" Teaching skills can ‘be acquired or modified through various
processes: observation,. concept acquisition, practice, and
feedback. Direct evidence from. laboratory and ¢lassroom settings

. - shows that these processes can significantly influence teaching
(S performance. However, evidence does not indicate that combining
+ these processes into a single training methodology provides any
advantage for teaching. Teaching also may be influenced by
.providing information about teaching skills, inducing cognitive -
conflict, and arranging for selective réinforcement,->&@1lthough
"' direct evidence on the effects of these processes is less
. -substantial. - - : S : :
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Although teaching skills may have been acquired or modified, =
1;;,thﬁigmgsega&i&:gtentien:;annntZSimply:bEwassumedingvidence;;A '
~-'indicates rather that the complexity of a skill, its acceptance
philosophically, its utility in terms of student learning, and
'supervisofy support that it receives all ‘influence the extent to
which a teaching skill is adopted and 'used.  Retention of . o
teaching skills over an extended period of time has been - o
demonstrated, although the conditions that lead to such retention
have not been clearly identified. - =~ . = - o e e
A .The effects of the processes described are clear, but ‘they =~
.. are somewhat limited because incidence or frequency of occurrence
- of relatively simple teaching-skills has almost uniformly been
the criterion for learning. To extend and refine® the knowledge
- "about these processes will require a refiming. of criteria to-
iy “.include both qualitative standards and more  complex definitions
i —of teac i’iz',illiéélifisLlike;y>that-statiﬁg*ctiteria"in;téfms
- - of interactive teacher-pupil processes is most critical to'
. further Tesearch and development 'in learning how to teach; * ¢
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